Ms. Baxter spends fourth period every day in an eighth-grade general education social studies class where she supports the needs of students with disabilities. She monitors students' work and checks in with students
, typically while the social studies teacher presents content-related information through lecture or PowerPoint presentation (Swanson, Wanzek, McCulley, et al., 2016) . As Goodwin & Ahn, 2010; and broader reading comprehension (e.g., , and she thinks that she might be able to implement this type of instruction in this co-taught social studies classroom.
Vocabulary is a powerful ingredient for reading comprehension (e.g., Ahmed et al., 2016; Cromley & Azevedo, 2007) . Ahmed and colleagues (2016) examined several predictors of reading comprehension among middle and high school students and reported that vocabulary knowledge predicts reading comprehension at all grade levels. In addition, vocabulary knowledge and background knowledge were highly correlated, which suggests that students with stronger vocabularies also had greater background knowledge. In this way, vocabulary knowledge contributes to a one-two punch toward reading comprehension.
The question then becomes "What vocabulary learning goals should we set for our students?" Students learn an estimated 2,000 to 3,000 new words per year (Stahl & Nagy, 2006 ) through reading and talking as well as through explicit classroom instruction. At that rate, students learn about 24,000 to 36,000 words from kindergarten to Grade 12, a small portion of the 60,000 to 100,000 words that college-bound students ought to have at their command (Hirsch, 2003) .
It is not only the number of words that matters. Students need to know a variety of words in a range of disciplines. This requires teachers to provide effective vocabulary instruction, containing multiple elements (Elleman, Lindo, Morphy, & Compton, 2009; Hairrell et al., 2010) , including: 
Teacher-Directed Explicit Vocabulary Instruction
When students learn new content, whether through reading or listening, they face a density of unfamiliar vocabulary (Harmon, Hedrick, & Wood, 2005) . The sheer volume of unfamiliar vocabulary often presents a challenge to teachers as they help students read and make sense of content-area texts Harmon, Hedrick, & Fox, 2000) . In addition, many textbook recommendations for vocabulary instruction do not align with documented best practices (Harmon et al., 2000) . This requires teachers to design their own instructional materials to introduce new vocabulary (e.g., in social studies, teach the meaning of words such as revolution and colony) and explain how this new vocabulary relates to content area concepts (e.g., explain that the North American colonies were ruled by England and when the colonists became dissatisfied with English rule, they decided to revolt).
Several studies indicate that teacher-directed explicit instruction influences vocabulary acquisition (Elleman et al., 2009; Harmon et al., 2005) . They also provide guidance for elements that should be reflected within explicit instructional routines:
• • New vocabulary should be related to other words and concepts. • • Students should be provided several opportunities to practice using new vocabulary within context. • • Vocabulary exercises should be meaningful to students and should require higher-level thinking and processing.
In addition, discourse is important. Using oral language during explicit vocabulary instruction is important and effective. In a recent study (Clarke, Snowling, Truelove, & Hulme, 2010) , students who received oral language vocabulary instruction outperformed students who received metacognitive strategy instruction on a measure of reading comprehension. In addition, the gains were sustained at 11-month follow-up. This is in stark contrast to the type of vocabulary instruction most often observed in general education classes where students with disabilities receive content-area instruction. In these settings, very little discourse related to key vocabulary takes place. Instead, either teachers tell students the definition of key vocabulary, or students are given a list of key vocabulary and they copy the definitions from the textbook glossary (Swanson, Wanzek, McCulley, et al., 2016; Wexler, Mitchell, Clancy, & Silverman, 2017 should be provided until students achieve independent mastery, and • • active participation by all students (Archer & Hughes, 2011) .
Text-Based Vocabulary Instruction
When students read more, vocabulary knowledge increases (Cunningham & Stanovich, 2003; Krashen, 2004) . Out of every 100 unknown words that students encounter while reading, they learn an average of 15 of them from text alone (Swanborn & de Glopper, 1999) . In addition, as students age, they are more likely to infer word meanings, indicating that word learning through reading may actually increase over time (Swanborn & de Glopper, 1999) . Because lower-level readers make fewer and less helpful inferences (e.g., Cain & Oakhill, 1999 Denton et al., 2015) , it may be more difficult for students with disabilities to build vocabulary through wide reading alone. Instead, students with disabilities may require teacher support during text reading to encourage higher-quality inferences and greater gains in vocabulary knowledge (Wilkinson, Wardrop, & Anderson, 1988) . What should teachers do during this text-reading time? Students are more likely to learn vocabulary while reading when they can identify difficult words and engage in strategies to learn the words' meanings (e.g., Carr, 1985) . In a series of studies (Vaughn et al., 2011; , middle school students were taught an in-text vocabulary learning strategy as part of a suite of reading strategies. Struggling readers who received the in-text vocabulary learning strategy instruction outperformed those who did not on measures of reading comprehension (Hedges's g, ES = 0.36; Vaughn et al., 2011) . In sum, to boost vocabulary knowledge through text-based approaches, students with disabilities should not only read more but be taught strategies for learning the meanings of words (Harmon et al., 2005) .
Morphology-Based Vocabulary Instruction
Morphology is important for learning word meanings and reading, regardless of a child's background knowledge, vocabulary, or understanding of phonics (Deacon & Kirby, 2004) . As students get older, the contribution of morphological analysis to reading ability increases (e.g., Carlisle & Stone, 2005; Reed, 2008) . According to the morphological generalization hypothesis, students "draw upon knowledge of a familiar word to aid them in deriving the meaning of an unfamiliar, but related, word" (Wysocki & Jenkins, 1987, p. 69) . Consider Coxhead's (2000) Academic Word List, which consists of 570 "headwords" that can be used to understand about 3,000 other words in the family. For example, by knowing the headword abandon, a student may also derive the meanings of abandoned, abandoning, abandonment, and abandons. Figure 1 provides a list of 50 headwords that teachers might consider teaching.
Although there is some evidence that morphology instruction can increase students' word identification, spelling ability, vocabulary, and reading comprehension (Fishley, Konrad, Hessler, & Keesey, 2012; Goodwin, 2016; Reed, 2008) , among students with disabilities, morphology instruction alone is probably not robust enough to substantially improve the reading ability of students with disabilities (Reed, 2008) . In one example where morphology instruction was paired with context clue instruction (i.e., reading around the word), middle school students with disabilities performed better on reading comprehension outcomes than students who received morphologyonly training (Brown, Lignugaris-Kraft, & Forbush, 2016) . In another example, middle school students who received morphology plus comprehension strategy instruction outperformed their peers on vocabulary outcomes when compared with peers who received comprehension strategy instruction alone (Goodwin, 2016) . Morphology should also be taught consistently over time with a long-term dedication to steadily building adolescents' morpheme knowledge. To illustrate, when middle school students were provided a short, four-lesson dose (totaling 2 hours) of morphology plus comprehension strategy instruction, they learned more words and were able to generate a greater number of morphologically similar words than students in a comprehension strategyonly condition. However, students in both groups performed equally well on a measure of reading comprehension (Goodwin, 2016) . The author of the study suggested that additional morphology instruction expanded to prefixes, suffixes, and roots, combined with a longer duration, may very well produce a greater impact on reading comprehension.
Co-Teaching Vocabulary in the Content Areas
For Ms. Baxter to successfully implement practices to improve the vocabulary of students with disabilities, the contentarea teacher must also make changes to her instruction. Thus, Ms. Baxter works with her co-teacher to come up with a plan to improve students' vocabulary and reading comprehension while maintaining a focus on covering the content. Her plan combines three types of vocabulary instruction: (a) explicit vocabulary instruction, (b) text-based instruction, and (c) morphology-based instruction. Ms. Baxter suggests that her co-teacher continue to be the content expert while Ms. Baxter takes a more active teaching role to influence content knowledge and reading comprehension through vocabulary development. She suggests serving in the lead teacher role for two 50-minute class periods per week (see Figure 2 ):
Explicit vocabulary instruction:
Ms. Baxter teaches for 10 minutes at the beginning of the class period. She uses vocabulary maps (see Figure 3 ) that feature a set of instructional routines proven to improve outcomes for students with disabilities. focus on the remaining sections of the vocabulary map. This is followed by a 10-minute lesson that focuses on root words commonly encountered in social studies.
By following this schedule, students will learn a minimum of six to 10 vocabulary words every week using explicit instructional techniques combined with text-based vocabulary instruction and morphology-based instruction.
In preparing for vocabulary instruction, the first question that Ms. Baxter and her co-teacher need to address is "What essential vocabulary words should we teach, and how many do we select?" Even experts cannot always agree on which vocabulary to teach, but they do agree on how to make the decision (e.g., McKeown & Beck, 2004) : (a) Select words that are necessary for understanding the content of the unit and are useful in subsequent learning; (b) select about three to five words each week, and review them in subsequent weeks; (c) do not worry if you do not have time to adequately teach all of the words-instead, encourage students to recognize words that they do not understand, and help students develop strategies for learning word meaning (e.g., Vaughn et al., 2011; 
Vocabulary Routine Using Explicit Instruction
The explicit instruction vocabulary routine (Hairrell et al., 2011; Simmons et al., 2010 ) is divided into two sections: before-and after-reading routines. For each word, the teacher uses a vocabulary map (see Figure 3 ) to guide instruction, student note taking, and exercises to learn the new word. Vocabulary maps are key to the routines in that they guide explicit instruction that has been shown to be effective among students with disabilities (e.g., Kamil et al., 2008) .
Before-reading routine. The goal of instruction before reading is to identify and preteach vocabulary central to text understanding. These activities provide students with an initial level of vocabulary knowledge to facilitate their comprehension as they read the text. Sections of the vocabulary map are numbered to assist teachers as they navigate the individual parts. As a teacher, you might wonder how you could possibly develop vocabulary maps for all of the vocabulary words that you need to teach. Consider developing one or two vocabulary maps for each instructional unit and adding vocabulary maps over time until you have a complete set. You could also work with teachers covering the same content by dividing the task and then sharing the word maps. Finally, be aware that students may struggle with one or more of the instructional routines described. To prevent ongoing confusion, we encourage teachers to model what is expected of students and to engage them in guided practice for as long as necessary to encourage understanding of each instructional routine.
Text-Based Vocabulary Instruction
Ms. Baxter realized that students need to learn many new words and that she and her co-teacher did not have adequate time to teach them all. They realized that students could learn strategies for using the text to help them better understand the meaning of vocabulary needed for content learning. Two of the best practices for promoting vocabulary knowledge are (a) wide reading and (b) reading around the word.
Wide reading. Ms. Baxter realized that many of her students lacked background and vocabulary knowledge because they read very little, read at a low level, and read texts without sufficiently deep and varied content. This fact is problematic because students with disabilities who do not engage in wide reading are missing an opportunity to broaden their background and vocabulary knowledge. Ms. Baxter and her co-teacher decided to implement the following practices: (a) Increase text-reading time to at least 50 minutes a week, focusing on content learning and reading around the word to learn new vocabulary; (b) increase the range of texts to include letters, summaries, historical documents, and other key resources typically used to increase understanding of history; and (c) provide students with an opportunity to use multiple texts to build responses to questions and justify positions. For guidance on how to choose text for students with disabilities, refer to Swanson and Wexler's (2017) article.
Reading around the word. "Reading around the word" encourages students to look for clues in the text to enhance their understanding of the unknown word or concept. Sometimes words can be better understood if one rereads the sentence with the word in it. For example, consider the following sentence: She whistles continuously, not stopping for a moment, and it annoys me. Teachers can model for students how to determine the meaning of the word continuously by paying attention to clues in the sentence. In addition to rereading the sentence with the word in it, sometimes it is helpful to read the sentences before and after the one with the word, to look for helpful information. Consider the following sentences: The dates are listed in chronological order. They start with events in January and end with events in December. To determine the meaning of the word chronological, teach students to read the sentence after the sentence with the unknown word, which provides an example of the meaning of chronological.
An example of text-based vocabulary instruction. Consider the passage in Figure 4 . This short passage provides for rich discussion of the vocabulary 
Morphology-Based Vocabulary Instruction
Ms. Baxter also learned at her professional development to teach students how to derive the meaning of some words from word parts. She learned that the smallest unit of meaning within a word is a morpheme. Students can use their understanding of morphemic units to better understand the meaning of a word. For example, students may struggle with the word revolution. However, if they see that the word has several meaningful units, including revolt and tion, they can determine that the word has something to do with "revolt," and they can use some of the text around the word to further their understanding. Although students do not need to know the meaning of all prefixes, some of the more common ones are good to know, such as un -, re-, in-, im-, ir-, dis-, non-, over-, sub-, and trans-. Teaching the meaning of common prefixes in the context of words, such as dislike, unhappy, and rewrite, helps students build a more complete vocabulary. While morphology knowledge is used in the vocabulary map described in this article, students may require systematic explicit morphology instruction. See Figure 5 for a short morphology lesson on the prefix un-. (Denton, Bryan, Wexler, Reed, & Vaughn, 2007) can be downloaded at https://www .meadowscenter.org/files/resources/ RTS_Ch7.pdf.
Conclusion
Students at the secondary level are faced with reading and comprehending complex content-specific text, laden with challenging vocabulary that is rarely explained within the text itself (Berkeley, King-Sears, Hott, & BradleyBlack, 2012; Lee & Spratley, 2010) . Knowing the meaning of these words in this difficult text strongly relates to comprehension. Therefore, to improve students' comprehension of text so that students can ultimately acquire content knowledge, it is essential for teachers to provide explicit vocabulary instruction and teach students independent word learning strategies (e.g., reading around the word). To target these needs, teachers can use a set of evidence-based vocabulary instructional practices, including providing direct and explicit vocabulary instruction, text-based vocabulary instruction, and morphology-based vocabulary instruction. These practices are essential for all students but especially for students with disabilities who are expected to be independent learners while facing a multitude of additional text-based challenges (e.g., word reading).
